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Abstract
The purpose of this study was to examine the relationship between students' perceptions
of parental involvement and grade 8 reading and math achievement as measured by the
Georgia Criterion Reference Competency Test (CRCT). This study relied on a
theoretical framework developed by Epstein (1987). This framework includes a six-part
categorization of parent involvement typologies (Type 1—parenting, Type 2—
communication, Type 3—volunteering, Type 4—learning at home, Type 5—decisionmaking, and Type 6—collaborating), which were used as the basis for data collection and
analysis. The High School and Family Partnerships: Questionnaires for Teachers,
Parents, and Students were developed by Epstein and Salinas (1993) for the purpose of
profiling parental involvement behaviors in schools. Section three of The Survey of
Students in Grades 9-12 was distributed to randomly selected students. The population
associated with this study included grade eight middle school students from the Burke
County School District in east-central Georgia. At the time of this study, total district
enrollment was 4,425 with 362 grade eight students. The variables of this study included
parental involvement typology, student achievement, socioeconomic status, and ethnicity.
A correlational design was utilized to analyze the necessary data. Data collected from
123 surveys matched with student achievement scores were analyzed by Pearson's
product moment correlation. A 95% Confidence Interval was established and two-tailed
tests of significance were performed in order to make appropriate generalizations to the
population associated with this study. For the purpose of this study N = 123, α = 0.05, df
= 121, and rCRITICAL = 0.195. No significant relationship was found between student
perceptions of parental involvement typologies and reading and math achievement.
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However, significant relationships were found between non-economically disadvantaged
students perceptions of their parents’ Type 4, 5, and 6 typologies and reading
achievement; between non-economically disadvantaged students perceptions of their
parents Type 2, 3, 4, 5, and 6 typologies and math achievement; and between Caucasian
students perceptions of their parents Type 3 and 5 typologies and math achievement.
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Chapter 1
Introduction
Educators and lawmakers have made the improvement of education one of the
nation’s top priorities (Black, 1994; Osborne & de Onis, 1997). Beginning with A
Nation at Risk (The National Commission on Excellence in Education, 1981), the
attention of educational leaders as well as that of the general public was drawn to the
need for higher levels of quality parental involvement in schools. The National
Education Goals espoused by the Bush Sr. and Clinton Administrations and the
supplemental moneys that subsequently filtered into educational systems from state
lotteries and other sources indicate that there has been a serious commitment to
upgrading the nation’s schools (McAllister, 1997). Among the items that were targeted
by the National Education Goals was parental participation. Specifically, two of the
goals were aimed at increasing parental involvement in school activities and increasing
the number of parent-teacher contacts that occur each year (National Education Goals,
1998). More recently, the federal No Child Left Behind (NCLB) act contains strict
provisions for states, school districts, and schools with regard to parental involvement
among the parents of disadvantaged students (U.S. Department of Education, 2003).
Additionally, the Georgia Department of Education Website contains a statement
regarding parental involvement which states that the “Improving Student Learning
Environment and Discipline Act of 1999 requires that school systems develop a plan to
involve parents in the creation and maintenance of a safe and orderly school environment
which positively impacts the learning environment” (2003, p.1). The connections of
home and school can contribute to considerably greater student achievement especially
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when parents and schools are equal and important partners influencing the education of
children (Henderson, 1998). Comer and Haynes (1991) assert that when parents are
involved, students show improved grades, higher test scores, better behavior and selfesteem, lower dropout rates, and higher attendance. This claim is also supported by
Henderson & Mapp (2002) who state, when schools, families, and community groups
work together to support learning, children tend to do better in school, to stay in school
longer, and to have more positive attitude toward school. Epstein (1995) suggests that
"We have moved from the question, 'Are families important for student success in
school?' to 'If families are important for children's school success, how can schools help
families conduct the activities that will benefit children?'" (p. 1). Consequently, in an
effort to improve student achievement and to keep or secure federal money for education,
school districts are working harder to involve parents in the whole education process.
Increasing the level of parental involvement and raising student achievement are
rather large challenges to be faced by any school. These challenges are often exacerbated
by a rural location, poverty, and/or school consolidation. Though consolidation may
occur in almost any school district, it is often a choice made in rural areas in an effort to
maintain adequate funding. However, the benefits associated with school district
consolidation do not occur without corresponding dilemmas. Howley, DeYoung, and
Theobald (1996) suggest that consolidation hinders parental involvement in schools
because of the increased distance that parents must travel. Additionally, increased class
sizes and increased student disruptions are cited as problems brought about by
consolidation—that can have a substantial impact on student achievement (Alspaugh,
1994).
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Many of the rural districts in Georgia have undergone consolidation of middle and
high schools.

While this reorganization has provided students with new, state-of-the-art

facilities and highly qualified teachers, it has also created some rather specific barriers to
active parental involvement including increased distance of the school from home and
work as well as a more formal, business-like atmosphere within the school. A study
conducted by Hale (2003) regarding parental involvement typologies and grade 5 reading
and math achievement in an Oklahoma school district suggests that a study of parental
involvement and student achievement at the middle school level is both necessary and
appropriate. Consequently, this study focused on eighth grade students from a selected
consolidated school district located in rural east-central Georgia. This study was
conducted in order to provide educational leaders with a body of base-line data and
information regarding parent involvement in student reading and math achievement at the
eighth grade level. Moreover, this study was conducted to help identify specific student
perceptions regarding important parental involvement structures that encourage higher
achievement in math and reading at the eighth grade level. Finally, this study was
conducted to identify and/or emphasize differences regarding parental involvement and
student achievement that might exist between groups based on family demographics of
ethnicity and economic disadvantage.
Statement of the Problem
The purpose of this study was to examine and compare the perceptions of students
concerning parental involvement typologies (Epstein, 1987) and grade eight reading and
math achievement in a rural Georgia school district. Federal mandates under NCLB
require that schools raise the achievement of all students and close existing achievement
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gaps between specified subgroups of students (U.S. Department of Education, 2003).
Additionally, the act requires annual testing to measure progress and holds the schools
accountable for results by granting parents the right to request that their children be
moved to another, more-effective school and by administering of federal sanctions of
increasing severity against failing schools. As a result, increased parent and family
involvement is, and will continue to be, a pivotal factor in the accountability aspect of
NCLB.
NCLB effectively reauthorizes the Elementary and Secondary Education Act
(ESEA) of 1965 and updates the federal Title I program—the largest federally funded
program for elementary and secondary schools. The National Coalition for Parental
Involvement in Education (2005) states that the “…purpose [of NCLB, specifically Title
I] is to provide federal funds to schools with high concentrations of children living in
poverty that are not achieving academically well” (p. 1). Furthermore, NCLB
strengthens Title I accountability by requiring states to develop and implement statewide
accountability measures for all public schools and by providing more opportunities for
parents to become involved in schools. Specifically, according to the National Coalition
for Parental Involvement in Education (2005), all schools receiving Title I funds must
follow these requirements:
• Develop a written parent involvement policy with parents and approved by
parents. This policy must include how it will build the school's capacity to engage
families, address barriers to their involvement, and coordinate parent involvement
in other programs.
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• Notify parents and the community about this policy " in an understandable
and uniform format."
• Use at least 1% of the school's Title I funds to develop a parent involvement
program. This money can be used for a wide range of activities—to hire parent
liaisons, hold workshops and meetings, provide transportation and childcare, and
make home visits. The law defines parent involvement as activities that "improve
student academic achievement and school performance."
• Describe and explain the school's curriculum, standards, and assessments.
• Develop a parent-school compact, or agreement, about how families and the
school will collaborate to ensure children's progress.
• Give parents detailed information on student progress at the school.
Current legislation is the harbinger of a growing commitment to the involvement
of families in schools. Furthermore, these laws provide some resources for making
necessary changes to enhance student achievement. It is conceivable that utilizing the
findings of the research examined in this study could help school leaders bridge the gap
that exists between expectations and achievement by fostering useful parental
involvement in schools. This study examined eighth grade students in a rural district in
the State of Georgia with regard to student perceptions of parental participation and
student achievement in reading and math.
Importance of Study
In the hope of increasing the level and quality of parental involvement in schools,
many school districts have implemented strategies designed to provide parents with more
opportunities to participate in their child’s education. These strategies include required
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parent-teacher conferences, parental involvement in the discipline process, and open-door
policies, which invite parents to participate whenever they wish. The data gathered
through this study provided a needed examination of how these two aspects of
schooling—parental involvement and student achievement—are viewed as they relate to
one another. Additionally, the results of this study can be used by the school district in
an effort to examine current policies and to develop new policies concerning parental
involvement.
Epstein’s Theoretical Framework
This study relied on a theoretical framework developed by Epstein (1987). This
perspective implies that overlapping spheres of influence between the school and the
home requires that schools and families work together for the success of students. This
framework includes a six-part categorization of parent involvement typologies (Type 1—
parenting, Type 2—communication, Type 3—volunteering, Type 4—learning at home,
Type 5—decision-making, and Type 6—collaborating), which were used as the basis for
data collection and analysis.
Definition of Terms
The following terms have been defined to enhance the reader’s further
understanding of key concepts.
1. Middle school—A middle school is any school structured to contain grade eight.
2. Parental involvement—Parental involvement was defined as any participation by
parents in their child’s school experience within the context of Epstein’s five part
typology of parental involvement.
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3. Type 1—Parenting—Parenting refers to those attempts made by parents to establish a
home environment with positive attitudes toward school and learning.
4. Type 2—Communicating—Communicating was defined as any home-to-school or
school-to-home communications about school programs and/or student progress.
5. Type 3—Volunteering—Volunteering was defined as those activities in which parents
volunteer at the school or at other locations to support the school and students. This
includes serving as an audience member.
6. Type 4—Learning at Home—Learning at home refers to those activities that support
the involvement of families with students in learning activities at home. This
includes all curriculum-linked activities.
7. Type 5—Decision-making—Decision-making refers to active parental participation in
school councils, PTA/PTO, school improvement committees, and any other decisionmaking body associated with the school.
8. Type 6—Collaborating with Community— Collaborating with the community was
defined as parent activities that provide for the direct interaction of the child with the
community at special places or events in an effort to strengthen school programs,
family practices, and student learning.
9. Grade 8 Reading Achievement—Grade 8 Reading achievement refers to student
reading scores on the Spring 2004 Georgia Criterion Referenced Competency Test.
10. Grade 8 Math Achievement—Grade 8 Math achievement refers to student math
scores on the Spring 2004 Georgia Criterion Referenced Competency Test.
11. Rural—Rural refers to any non-metropolitan area where agriculture and related
industries are the major income-producing occupations.
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12. School Consolidation—School consolidation refers to the closing of small schools
and the resultant combining of those schools into one larger school.
13. Economically disadvantaged—Economically disadvantaged was defined as being
eligible for free and/or reduced-priced meals under the national School Lunch and
Child Nutrition Program.
14. Ethnicity—Ethnicity refers to Native American, Asian, African-American, Hispanic,
Caucasian, and Multi-racial.
Research Questions
To examine students’ perceptions of parent involvement typologies, as identified
by Epstein (1987) and grade eight reading and math achievement, as measured by the
Georgia Criterion Referenced Competency Test, the following research questions and
related null hypotheses were examined in this study:
1. Is there a relationship between students’ perceptions of their parents’ involvement
typology and grade eight reading achievement?
Hypothesis—there is no significant relationship between students’ perceptions of
their parent’s involvement typology and grade eight reading achievement.
2. Is there a relationship between students’ perceptions of their parents’ involvement
typology and grade eight math achievement?
Hypothesis—there is no significant relationship between students’ perceptions of
their parent’s involvement typology and grade eight math achievement.
3. Is there a relationship between students’ socio-economic status and their
perceptions of their parents’ involvement typology and grade eight reading
achievement?
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Hypothesis—there is no significant relationship between students’ socioeconomic status and their perceptions of their parents’ involvement typology and
grade eight reading achievement.
4. Is there a relationship between students’ socio-economic status and their
perceptions of their parents’ involvement typology and grade eight math
achievement?
Hypothesis—there is no significant relationship between students’ socioeconomic status and their perceptions of their parents’ involvement typology and
grade eight math achievement.
5. Is there a relationship between students’ ethnicity and their perceptions of their
parents’ involvement typology and grade eight reading achievement?
Hypothesis—there is no significant relationship between students’ ethnicity and
their perceptions of their parents’ involvement typology and grade eight reading
achievement.
6. Is there a relationship between students’ ethnicity and their perceptions of their
parents’ involvement typology and grade eight math achievement?
Hypothesis—there is no significant relationship between students’ ethnicity and their
perceptions of their parents’ involvement typology and grade eight math achievement.
Delimitations
The selection of one Georgia school district, specifically the Burke County Public
School District, for participation served as delimitation to this study.
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Limitations
This study was subject to limitations recognized in collecting data by survey.
Generalizability of results was limited to grade 8 students and their parents involved in
this study. Also, the parent involvement survey instrument used for this study did not
provide an equal number of items representing each parent involvement typology. Type
5-Decision-making and Type 6 -Collaborating are represented by only one or two
questions on the survey instrument.
Unequal representation of demographics could have impacted data analysis and
interpretation. Burke County Schools do not serve an ethnically diverse student
population. Consequently, it was not possible to conduct data analysis for Native
American, Asian, Hispanic, or Multi-racial students because the total sub-population
sample for each ethnic group did not reach the standard number of 30.
Additionally, this study was limited by the fact that students completed the survey
instrument during the first months of their ninth grade year. This was done in an effort to
utilize eighth grade test score data from the most recent administration of the Georgia
Criterion Referenced Competency Test (Spring, 2004).
Basic Assumptions
It is assumed that all survey participants responded honestly and accurately to the
items contained within the student's perception of parental involvement survey
questionnaire.
Organization of the Study
Chapter 1 establishes the background and need for this study. Chapter 2 contains
a review of relevant literature and research regarding parent involvement and student
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achievement. Chapter 3 explains the methods and procedures that were used to gather
and analyze data. Chapter 4 presents the statistical analyses of the data gathered. Chapter
5 reports conclusions, recommendations, and implications of this study.

Chapter 2
Review of related Literature
Overview
A comprehensive search of related literature was conducted to determine what
research has been completed concerning parental involvement and student achievement.
This initial search led this researcher to explore other, related categories including rural
schools, school consolidation, poverty, and student discipline. All literature was
examined with regard to methods of research, results, and the time periods during which
the studies were conducted.
The following data bases were searched: Liberty University Guillermin Library
Subscription Databases (http://www.liberty.edu/Library/index.cfm?PID=2955);
Educational Resources Information Center (http://ericir.syr.edu/); UMI ProQuest Digital
Dissertations (http://wwwlib.umi.com/dissertations/); Educational Research Service
(http://www.ers.org/); US Department of Education (http://www.ed.gov/); ERIC
Clearinghouse on Assessment and Evaluation (http://ericae.net/); information bases of the
Association for Supervision and Curriculum Development; National Association of
Elementary School Principals; and National Association of Secondary School Principals.
The following is a list of index words and descriptors used to obtain the required
data: parental involvement; parent contact; parent involvement; student achievement;
school consolidation; district consolidation; rural schools; small schools; parent
involvement and student achievement; student discipline; poverty; poverty in schools;
and poverty and student achievement.
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The materials and research reviewed in the following chapter are organized as
follows: overview; parent involvement defined; parental involvement in schools; parental
involvement and school discipline; parental involvement and rural schools; parental
involvement and school consolidation; parental involvement and student achievement in
reading and math; student perceptions of parental involvement; the impact of poverty;
parental involvement typologies; and summary.
Current literature and research supports the idea that students benefit in many
ways from the combined efforts of homes and schools. In fact, a high degree of
consistency exists with regard to several key points. First, family contributions to student
achievement are critical throughout the education process. Also, efforts to improve
student achievement are generally more effective when parents are involved. Second,
parental involvement in school tends to encourage student success and longevity. Third,
families, schools, and community organizations all contribute to student achievement and
can have significant impact when working together.
Parental Involvement Defined
The majority of research shows that parental involvement is important; however,
different studies define parent involvement in different ways. Black (1998) suggested
researchers and school officials have varying interpretations of parental involvement
which range from attending conferences and volunteering at school to reading to children
at home and helping with homework. Joyce Epstein (1995b) and the Center of Family,
School, and Community Partnerships at Johns Hopkins University have established a
comprehensive framework consisting of six types of parent involvement (Type 1—
parenting, Type 2—communication, Type 3—volunteering, Type 4—learning at home,
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Type 5—decision-making, and Type 6—collaborating). Other researchers have adapted
Epstein’s list in an effort to differentiate between parent involvement at home and at
school. Examples of home-based involvement might include:
•

Helping with reading skills and checking homework.

•

Supervising children after school and monitoring how after-school time is spent.

•

Engaging children in conversations about school and what they are learning.

Examples of school-based involvement might include:
•

Attending school events.

•

Going to parent-teacher conferences.

•

Meeting with teachers.

•

Volunteering in the classroom or school.
From this perspective, Ho Sui-Chu and Williams (1996) categorized parental

involvement into four distinct types, of which two are home-based and two are schoolbased:
1. Discussing school activities.
2. Monitoring out-of-school activities.
3. Contacts with school staff.
4. Volunteering and attending parent-teacher conferences and other school
events.
As previously stated, current research clearly demonstrates that parental
involvement in schools can significantly enhance student achievement (Becker &
Epstein, 1982). Though parental involvement has been measured in various ways, and
though many tangential yet related variables such as, care, warmth, support, nurturance,
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and responsiveness, have been described in the research literature, it was assumed for the
purpose of this study that these variables reflect some aspect of positive parental
involvement.
Parental Involvement In Schools
Societal demands that schools be held accountable for student achievement have
prompted reforms on the federal, state, and local levels. The National Education Goals,
adopted in 1990, specified eight goals for educational improvement in the United States.
Goal eight stated that “By the year 2000, every school will promote partnerships that will
increase parental involvement and participation in promoting the social, emotional, and
academic growth of children” (National Education Goals, 1998, p. vi). According to the
final report from the National Education Goals Panel however, there was no significant
change in the level of parent participation in the majority of states. More recently, the
federal No Child Left Behind (NCLB) law establishes strict provisions for states, school
districts, and schools with regard to parental involvement among the parents of
disadvantaged students for the purpose of increasing academic achievement (U.S.
Department of Education, 2003).
A substantial amount of research has been conducted concerning the
involvement of parents in their children’s education. Parental involvement has been
consistently correlated with student test performance, and is an important element in
student academic performance. Comer and Haynes (1991) stated that meaningful
parent participation is essential for effective schooling. Furthermore, families
provide social, cultural, and emotional supports that children need to function well in
school.
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A cursory examination of national trends shows that parental involvement
declines dramatically at each grade level. Coincidentally, with each year in school,
more families report that they are unable to assist their children and understand the
schools. Epstein (1992) suggests that schools should establish comprehensive
school-family partnership programs in order to alleviate this problem. Partnership
programs can provide substantial benefits for students which include: improved
academic achievement (including classroom grades and standardized tests),
improved attendance, improved homework habits, improved attitudes toward school,
improved behavior, and increased completion rates for secondary and postsecondary
education (Henderson, 1987; Epstein, 1986). Other studies suggest that there are
also substantial benefits to parents which include: additional family services and
support, enhanced parenting skills and leadership, enhanced sense of community and
connection with other families, increased parental efficacy, and increased parental
confidence in the child's school (Coleman, 1991; Henderson, 1987). Henderson and
Berla (1994) examined the various benefits of parental involvement and added a
third category—school/community. They cite specific benefits as follows:
For Students:
1. Higher grades and test scores.
2. Better attendance and homework completion.
3. Fewer placements in special education.
4. More positive attitudes and behaviors.
5. Higher graduation rates.
6. Greater enrollment in postsecondary education.
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For families:
1. More confidence in school.
2. Better relationship with school officials.
3. More confidence about helping their children learn at home and about their
own as parenting skills.
For schools/communities:
1. Improved teacher morale.
2. Higher ratings of teachers by parents.
3. More support from families.
4. Higher student achievement.
5. Better reputations in the community.
In a study to determine how urban African-American families from a variety of
family structures and socioeconomic levels promote and support their children’s school
success in the early years, Bright (1996) found that home-based involvement such as
encouraging students and helping students with homework creates a useful link between
the home and the school. In a similar study, Wanat (1997) found that parents made no
distinction between parental involvement at school or at home. She further noted that
parents valued any sort of activity that allowed them to be directly involved with their
children, especially if the activity was designed to meet the specific needs of their
children.
Whether dealing with home-based or school-based involvement, increasing
parental participation in schools is a challenge. Educators and lawmakers need to
recognize the barriers that exist which hinder or prevent active involvement of parents in
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the education of their children. Osborne and de Onis (1997) conducted a brief study to
gather information from parents and teachers in an effort to determine perceptions held
by both groups concerning parental involvement in a rural Montana school district. They
suggested that an initial barrier lies in the fact that not all parents have positive memories
and associations with schools. These negative associations are often exacerbated by the
tenuous and competitive relationship that sometimes exists between parents and teachers
(Casanova, 1996).
Another challenge faced by schools, and particularly teachers, is that of dealing
with diverse cultural values and family situations. Many of the students served in today’s
schools come from non-traditional homes. Additionally, many schools serve populations
of students from various cultural backgrounds, all of which include differing norms and
values. These differences often bring about poor communication between schools and
families, which in turn creates interpersonal conflicts, disruptive behaviors, and lack of
involvement (Sheets & Gay, 1996).
Weisner and Garnier (1992) addressed these issues in a study designed to explore
the long-term influence of values and family organization on student achievement. They
found that the students who are the highest achievers in school tend to come from
families who are highly dedicated to whatever lifestyle they lead. However, they found
no significant difference between the achievement of students from traditional family
situations versus those from non-traditional family situations—provided the family
displayed high levels of commitment to their chosen lifestyle. An unexpected finding
that occurred during their study was that student behavior followed the same pattern as
student achievement, indicating that those students who are the most socially well-
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adapted also come from highly committed families. The non-conventional lifestyles
addressed in the Weisner and Garnier study often precluded school-based parental
involvement. Other researchers have found that this sort of involvement is less of a
predictor of student achievement than other lifestyle factors, specifically, the factor of
parenting style. Parenting styles that are characterized as positive and warm tend to
produce higher levels of student achievement (Zellman & Waterman, 1998).
Several barriers to involvement, other than parental background and cultural
diversity, also add to the challenge of increasing parent participation. Hamilton and
Osborne (1994) stated that schools should look critically at their policies and practices in
order to determine if they are adding to the already existing barriers and, if so, they
should take action to correct that problem. Poverty and parental work schedules are
nearly insurmountable problems—problems over which schools have no control. In rural
areas, especially where consolidation has occurred, schools are often located far away
from small communities. In such cases, distance and the lack of transportation can also
be deterrents to parents who would otherwise be actively involved.
Middle schools have faced and will continue to face unique challenges that go
beyond those previously mentioned. Often parents lose interest in the schooling process
by the time their children are in middle school because of several factors. First, there are
many more teachers involved in educating a middle school child than are involved in
educating an elementary school child. Second, the newness of school has often worn off
by the middle school years and has been replaced by fatigue and exhaustion (FosterHarrison & Peel, 1995). A study conducted in 1995 by Rutherford and Billig addressed
parental involvement in middle schools. They stated that middle schools should
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encourage direct contact with families. They stressed families over parents in an effort to
include students in the communication process. Middle school students are often in a
unique stage of questioning authority and searching for a higher level of independence. It
is often during the middle school years when students experience an increase in
disruptive behaviors. Rutherford and Billig suggested that by involving students as well
as parents in the whole education process, the need for increased independence may be
addressed to a degree.
Parental Involvement and School Discipline
The No Child Left Behind Law does not directly address student behavior.
However, one of the National Education Goals concerns student behavior. Goal number
seven states that “by the year 2000, every school in the United States will be free of
drugs, violence, and the unauthorized presence of firearms and alcohol and will offer a
disciplined environment conducive to learning” (National Education Goals, 1998, p. vi).
The performance indicator for this goal that targets classroom disruptions shows that no
significant reductions of classroom disruptions have occurred in any state. In fact,
according to the National Education Goals Panel, most states have reported increases in
disruptive behaviors. According to Black (1994), educators spend approximately half of
their time in school dealing with discipline problems in the classroom.
In trying to deal with disruptive students, a vast array of techniques and strategies
have been developed, many of which are not effective. Gerogiady, Sinclair, and Sinclair
(1991) suggested thirteen common discipline practices ranging from the issuance of a
writing assignment to expulsion from school. Included in the list were two strategies that
involved parents, a parent phone call and a parent conference. Their study examined how
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teachers and students rated the thirteen strategies based on their effectiveness in
controlling or preventing student misbehavior. They found that students rated all
consequences lower than teachers with two exceptions, counselor referrals and parent
conferences. Interestingly enough, both of the consequences are non-punitive. Another
unexpected result was that overall, students perceived parental involvement to be more
effective in controlling or preventing disruptive behavior than did teachers.
Two other similar studies, one by Gottfredson, Gottfredson, and Hybl (1993) and
another by Shaughnessy, Coughlin, and Smith (1997) found that increased
communication between home and school served to reduce disruptive behaviors among
students. Black (1994) suggested that beyond increased communication, educators
should consider the changes that have occurred over the past few decades regarding
family structures and values. Those changes have some rather important implications for
school discipline. Schools are increasingly being tasked with the socialization of
students. In handling student misbehaviors, educators have the opportunity to teach
social responsibility to students who would otherwise not benefit from such lessons. In
such areas, small schools seem to have an advantage over large schools (Sommers, 1997).
Parental Involvement and Rural Schools
Rural schools are usually small and quite often community oriented. Though
research suggests that small schools suffer from disparate funding and lack of resources,
they seem to have some advantages over larger schools where parental involvement is
concerned. Rural schools are typically small enough to allow teachers to become well
acquainted with students. Contact with parents is also more frequent in small schools
(Wiles, 1995).

22
In assessing the problems faced by administrators of small schools, Perry and
Perry (1991) discovered that administrators of small schools share many of the same
problems of administrators in large schools. Specifically, they cited demands on time
and administrative details as major concerns. They also found, however, that
administrators in small middle level schools cited apathetic and irresponsible parents as
high-level problems.
This is contradicted by the findings of a study conducted by Battistich, Solomon,
Kim, Watson, and Schaps (1995). They examined relationships between students’ sense
of school community, poverty level, attitudes, motives, beliefs, and behaviors in
disadvantaged communities. They concluded that though there was a strong negative
relationship between student outcomes and poverty level, it was the most impoverished
areas that held the highest sense of school community.
The small rural school is often the pride of a community. It provides a sense of
spirit and belonging to everyone who is associated with it (Perry & Harmon, 1992).
Recent trends however, especially in the intermediate grades, have forced the closing of
small schools in order to facilitate the opening of larger consolidated middle schools.
Consolidation promises a variety of benefits to students and teachers but also brings with
it new challenges to involving parents, controlling student disruptions, and improving
student achievement.
Parental Involvement and School Consolidation
The idea of school consolidation has its merits, especially on the surface. A larger
school often means more available money and consequently a wider array of program
offerings and more qualified teachers. Streifel, Foldesy, and Holman (1991) examined
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the financial impact of school district consolidation and found that there were no
significant savings or increased revenues involved in school consolidation. They further
found that greater resources were required to deal with student discipline problems and
that both student achievement and community support were likely sacrifices in a
consolidation effort. In a related study dealing with teacher salaries and school size,
Alspaugh (1994) found that consolidation would allow for higher teacher salaries but, at
the same time, require higher pupil-teacher ratios which often leads to more frequent
classroom disruptions and potentially diminishes student achievement.
For rural areas, school consolidation can also create severe problems in the area of
parental involvement. This is especially true at the middle school level. Quite simply,
consolidation means that parents and students often have to travel farther to school each
day (Howley, DeYoung, & Theobald, 1996). This increased distance certainly decreases
parental involvement because of time constraints or, in some cases, lack of transportation.
There is also evidence to support the idea that school consolidation can bring about an
increase in student disruption due to the impersonal nature of large schools (Fanning,
1995). Some of these concerns can be seen in the level of parental involvement in the
Burke County School District in Burke County, Georgia (the focus of this study).
Though the middle school has slightly fewer classroom disruptions compared to its preconsolidation years, the level of parental involvement has dropped off sharply. One
obvious reason is that many of the 1200 students who attend the school live nearly one
hour away. This, coupled with the fact that many students come from a single-parent
home where the parent works at least one full-time job, serves to make school-based
parental involvement nearly impossible.

24
Parental Involvement and Student Achievement
Parental involvement is associated with schooling outcomes of children through
either building up children's cognitive skills required for academic work in school
(Epstein, 1988; Patterson, 1986) or affecting children's attitude and motivation critical to
stimulate internal effort for excellence in academic work (Groinick, Ryan, & Deci, 1991;
Groinick & Slowiaczek, 1994). As previously stated, quality parental involvement, at
home or at school, plays a vital role in student achievement. With regard to student
achievement in reading, Epstein (1991) suggests that teacher leadership/guidance for
parent involvement focusing on learning activities at home positively and significantly
influences change in reading achievement.
Gillum’s (1977) study of low-income elementary students in three Michigan
school districts found that the district with the most comprehensive parent involvement
program achieved the greatest gains. Another study by Armor (1976) showed that the
more vigorous a school's efforts to involve parents and community in school decisionmaking, the more successful students were in attaining reading skills. Specifically, Armor
identified high levels of parent-teacher contact as an integral factor related to reading
achievement. Similarly, Walberg, Bole, and Waxman (1980) found that elementary
school students in grades one to six whose parents actively worked to improve academic
support in the home gained .5 to .6 grade equivalents in reading comprehension over
other students.
Xin (1999) stated that attitude toward mathematics is the most important factor in
mathematics participation, particularly in the later grades of high school when dramatic
drops in participation occur. In a related study, Hale (2003) concludes, “…efforts to
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improve cognitive skills in mathematics do not necessarily lead to mathematics
participation. The implication is that parents may want to concentrate more on or spend
more time improving their children's attitude toward mathematics. Children with a
positive attitude, in turn, are more likely to participate in advanced mathematics” (p. 19).
Student Perceptions of Parental Involvement
Parental involvement seems to be related to many positive outcomes in school–
age children. Lamborn, Mounts, Steinberg, and Dornbusch (1991) found adolescents who
reported more positive parental involvement also reported fewer psychological and
adjustment problems and fewer problem behaviors. Chubb and Feterman (1992) reported
that ninth-grade students who perceived that they belong in their families were more
likely to have higher self-esteem. Additionally, Pederson (1994) indicated a negative
relationship between parental care and adolescents' depression and anxiety. Furthermore,
Hickman, Greenwood, and Miller (1995) found that home-based involvement (parents'
help with homework, advising on career, etc.) had a stronger relationship to achievement
than other parental involvement dimensions.
The Impact of Poverty
Teachers and administrators are under a barrage of demands from local, state, and
federal governments. These demands cover nearly every aspect of schooling, including
finances, standards, and school reform. Consequently, students are under constant,
increasing pressure to meet rigorous academic requirements. Many schools face an
additional challenge with regard to poverty and the myriad of problems that students face
as a result of low socio-economic status. Studies have shown that parents' involvement in
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education can help compensate for lack of other family resources and help more
youngsters define themselves as learners (Epstein, 1992).
The Children’s Defense Fund (2002) maintains that a family of three—in the year
2000—was considered poor if its annual income was less than $13,738. The level for a
family of four was $17,603. It further states “11.6 million American children younger
than 18 lived below the poverty line in 2000” (p. 1). The National Center of Children in
Poverty [NCCP] (1996) states that, as of 1996, one in four American children were living
in a state of poverty. More alarming is that the child poverty rate in the United States is
two to three times higher than that of other Western industrialized nations. “The fact that
nearly half of all young children live in poverty or near poverty demonstrates that young
child poverty is a mainstream problem, affecting children from all racial and ethnic
backgrounds…” (p. 3). The NCCP further states “[y]oung children in the United States
have about a 50-50 chance of escaping the risks of poverty or near poverty” (p. 2). With
such a high percentage of children facing lives of poverty, it is imperative that schools be
informed about poverty and its risks in an effort to better deal with the conflicts that are
inherent in such situations.
Payne (1998) outlines ten key points about poverty:
1. Poverty is relative; 2. Poverty occurs in all races and cultures; 3. Economic
class is a continuous line, not a clear-cut distinction; 4. Generational poverty and
situational poverty are different; 5. This work is based on patterns. All patterns
have exceptions; 6. An individual brings with him/her the hidden rules of the class
in which he/she was raised; 7. Schools and businesses operate from middle-class
norms and use the hidden rules of middle class; 8. For our students to be
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successful, we must understand their hidden rules and teach them the rules that
will make them successful at school and at work; 9. We can neither excuse
students nor scold them for not knowing; as educators we must teach them and
provide support, insistence, and expectations; 10. To move from poverty to
middle class or middle class to wealth, an individual must give up relationships
for achievement (at least for some period of time). (pp. 10-11)
These key points serve as a guide for learning about the lives led by children in poverty.
For the purpose of this study, this researcher focused on the characteristics of poverty as
they relate to the challenges that educational leaders face with regard to poverty parental
involvement in schools.
Communication, or the lack thereof, is a basis for conflict in many situations.
According to Payne (1998), it is essential to understand three parts of communication:
registers of language, discourse patterns, and story structure. She further states that
“many of the key issues for schools and businesses are related to these three patterns that
often are different in poverty than they are in middle class” (p. 42). Casual register is
characterized by a limited vocabulary, incomplete syntax, and an abundance of nonverbal components. It is the language of poverty. By contrast, schools operate through
the use of formal register, which includes a much wider vocabulary and complete
sentences. It is the language used most often on standardized tests and by teachers when
communicating with others in a school setting. The discourse pattern for formal register
involves getting straight to the point—a difficult task for those accustomed to casual
register which tends to meander quite a bit before finally reaching the main idea. Story
structure follows closely with discourse pattern. In formal register, story structure flows
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from beginning to middle to end. In casual register, however, story structure begins with
the ending or another highly emotional part and is told through vignettes with
considerable comment and audience participation. Therefore, differences in registers of
language, discourse patterns, and story structure often create conflict between teachers
and students as well as between teachers and parents.
“Hidden rules are the unspoken cues and habits of a group” (Payne, 1998, p. 52).
It is by these rules that people experience the world around them. Additionally, it is by
these rules that people often run into conflict. If schools are traditionally a middle-class
environment, then children of lower socio-economic status will naturally have a difficult
time functioning to the expectations of the teachers and other staff members. There are
many hidden rules, with regard to education; however, a select few are quite important—
specifically, the rules regarding time, destiny, driving force, and language. Examination
of the hidden rules shows that a substantial difference exists between poverty and middle
class. For example, people in poverty regard the present as the most important aspect of
time. As a result, decisions are often made based on the moment with little or no regard
to the future. Coupled with this rather limited view of time is the belief among
impoverished people that destiny is determined by fate and that very little can be done to
change what will happen in a person’s life. These combined beliefs then reinforce the
driving forces in poverty, which are survival, relationships, and entertainment. Such
ideas and practices are an immediate affront to most educators who are constantly
looking to the future as the justification of decisions made in the present. The educators’
views of time, destiny, and driving forces reflect middle class rules, specifically that the
future is more important than the present; all decisions should be based on the possible
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consequences because good choices can change the future and that work and achievement
are what should drive people as they live their lives (Payne, 1998, p. 59). For those from
families with social and ethnic backgrounds very different from the middle class culture
of school, collaboration between parents and teachers is essential to helping bridge the
gap and achieve (Comer & Haynes, 1992).
Various stereotypes exist regarding poverty. Research shows that these beliefs do
not stand up to scrutiny. For example, it is commonly held that most impoverished
families rely totally upon government subsidies and handouts for their monies. The fact
is that “[t]he majority of poor young children live in working families” (NCCP, 2002, p.
5). Specifically, less than one third of children in poverty comes from families that live
only off of public assistance. In addition to the above-mentioned misconceptions, many
people believe that poverty is a minority issue when, in fact, “there are more poor White
children (7.3 million) than poor Black children (3.5 million) or poor Hispanic children
(3.3 million)” (Children’s Defense Fund, 2002, p. 1). Poverty also extends to rural and
suburban areas with a higher number of poor children living outside of inner-city areas
than inside of them. The statistics and facts regarding poverty in the United States make
it imperative that responsible educators and educational leaders learn more about this
condition in a sincere effort to overcome the risks that are associated with it.
Poverty exists in two realms—situational poverty and generational poverty
(Payne, 1998, p. 64). Payne defines situational poverty as “a lack of resources due to a
particular event (i.e., a death, chronic illness, divorce, etc.)” and generational poverty as
“having been in poverty for at least two generations…” (p. 64). It is generational poverty
that has the most profound impact on children. Generational poverty creates a sub-
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culture full of rules and norms that are quite foreign to those who are not impoverished.
Of particular importance in understanding generational poverty is understanding the
atypical family patterns that are followed. Unlike middle-class culture, where families
are based on legal arrangements (marriage, divorce, custody, etc.), family ties in
generational poverty are often based on common law and are distinctly matrilineal in
appearance. The concept of multiple relationships is prevalent and the result is that
relationships become confusingly intertwined. Additionally, children are often born to
unwed teenage mothers and then raised by their grandmothers (in the same household as
the teenage mother). The culture of generational poverty creates conflict when those
children are forced into a predominately middle-class setting such as school. Cultural
differences, however, are not the only sources of conflict where poverty and schooling
are concerned.
Various studies have shown correlation between socio-economic status and
achievement. Though correlation does not imply causation, it does provide some insight
into the conflict that arises in schools with regard to achievement among impoverished
students. The prominent tendency is for poor children to achieve at significantly lower
levels than middle-class or wealthy children. Several risk factors associated with
growing up in poverty may account for this difference. Keogh (2000) defines risk as
“negative or potentially negative conditions that impede or threaten normal
development.” (p. 2). For those born in poverty, the risk factors are significant. The
NCCP identifies nine risk factors common to those born in poverty. They state:
Young children in poverty are more likely to: 1) be born at a low birth weight; 2)
be hospitalized during childhood; 3) die in infancy or early childhood; 4) receive
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lower quality medical care; 5) experience hunger and malnutrition; 6) experience
high levels of interpersonal conflict in their homes; 7) be exposed to violence and
environmental toxins in their neighborhoods; 8) experience delays in their
physical, cognitive, language, and emotional development which in turn affect
their readiness for school; 9) as children in poverty grow into adolescence and
adulthood, they are more likely to drop out of school, have children out-ofwedlock, and be unemployed. (p.6)
They also contend that living in near poverty causes the same risk factors and
developmental delays as living in poverty does.
Health issues not withstanding, impoverished students generally enter school
lacking certain cognitive skills. Payne (1998) suggests that these gaps in cognitive
development can be accounted for, in part, by the culture of poverty (p.120). She further
suggests that these deficiencies can be overcome by “build[ing] learning structures inside
the heads of students.” (p. 120). Central to her ideas about building learning structures is
mediation—identification of the stimulus, assignment of meaning, and identification of a
strategy. She states “mediation builds cognitive strategies, and those strategies give
individuals the ability to plan, systematically go through data, etc” (p. 120).
Efforts have been made across the country to overcome the problems that poverty
creates in schools. One example comes from La Crosse, Wisconsin where teachers
initiated a plan to distribute impoverished children among several schools rather than
having them all attend a concentrated few. They report improvement in student
achievement among those who were moved (New Pioneers, 2001). Balfanz and MacIver
(2000) discuss a model for high-poverty urban middle schools known as the Talent
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Development Middle School model. Their findings are based on five years of
observation in five high-poverty middle schools in Philadelphia where the model has
been in use. They contend that their model is based on the very best practices of middle
school reform and that it has five critical components—communal organization/research
based instruction; intensive and continuous support for teachers; a wide array of learning
support and extra help opportunities for students; constant research, evaluation, and
refinement; and a deep commitment to develop the local capacity of the
school/community for long-term success. They conclude that high-poverty schools are
capable of being transformed into high achieving schools; however, due to the nature of
poverty, constant attention is needed for the progress to be sustained. Other researchers,
however, contend that the socioeconomic level or cultural background of a home need
not determine how a child does at school (Kellaghan, Sloane, Alvarez, & Bloom, 1993).
Parents from a variety of cultural backgrounds and with different levels of education,
income, or occupational status can and do provide stimulating home environments that
support and encourage the learning of their children. It is what parents do in the home
rather than their status that is important. Sattes (1985) believes that the positive
relationship between family socioeconomic status and school achievement does not mean
that rich kids are born smarter; it means that, in more affluent families, children are more
likely to be exposed to experiences that stimulate intellectual development. Parent
encouragement at home and participation in school activities are the key factors related to
student achievement, more significant than ability or SES (Ziegler, 1987). Similarly,
Henderson and Berla (1994) suggest that the most accurate predictor of student
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achievement in school is not income or social status, but rather the extent to which that
student's family is able to create a home environment that encourages learning.
Poor academic achievement, or rather a lack of fundamental learning tools and
skills, often manifests in discipline issues. Students who are unable to successfully
complete the work assigned by teachers will become disruptive rather than face the
embarrassment of not knowing the correct answers. Kohn (1996) suggests that classroom
disruptions are often attempts by students to make the time pass more quickly in
classrooms that lack “ a meaningful curriculum that stretches their thinking, elicits their
curiosity, and helps them reflect more skillfully on questions that are already important to
them” (p. 19). Marzano (2003) further suggests that creating a well-managed classroom
in which both teaching and learning can flourish is primarily the responsibility of the
teacher. This means that the teacher must take into account the various levels of
performance and the different learning styles present among the students. This level of
planning implies a higher degree of interaction between the teacher and the students. It is
incumbent upon teachers to foster a safe and caring environment for students—one in
which they feel comfortable learning and taking risks. Certainly there are factors beyond
the control of the teacher, especially with regard to poverty. Welsh, Stokes, and Greene
(2000) note certain community factors that are associated with school misbehavior; these
include: high population density, mobility, poverty, availability of weapons and drugs,
and adult involvement in crime. They further state “[a]ssociations between
socioeconomic status and violence have been well established…” (p. 253). They
conducted extensive research to examine the link between the community and the level of
school disorder. Their findings suggest, “that schools in poor communities vary on
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disorder, but poverty influences school disorder largely through its indirect effects on
school stability” (p. 268). Shields (1993) states that children in poverty don’t see the
value of education with regard to their futures; instead their perceived social reality is that
they are “…going nowhere” (p. 2). This reality is a difficult obstacle for schools to
overcome.
Beyond the scope of the classroom, it becomes the responsibility of the
educational leaders of a school or school system to address the conflicts that arise from
poverty. Due to the fact that children are in school for much of their waking life, schools
have the potential for becoming the source for moral growth and development for
students. McHenry (2000) suggests that through the teaching of conflict resolution,
respect, and the building of community within the school, the foundation for moral
growth is established. This task may be too great a burden for the school to undertake
without assistance from the community.
Bell (2001) indicates that the central characteristic of high-performance, highpoverty schools (HP2 schools) is the fact that they don’t use poverty as an excuse; instead
they focus on identifying individual student weaknesses and developing specific
strategies to overcome those weaknesses.
Educators cannot expect to transform a low-achieving, high-poverty school into a
success story overnight. The process is a long and arduous one—one that requires a great
deal of devotion and stamina. A necessary component for such a transformation to occur
is the presence of good adult role models and a competent support system for students
and teachers alike. Students who are exposed to chronic violence and poorly formed
relationships cannot be expected to extricate themselves from that cycle without proper
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guidance and examples. Educators, then, are responsible for living morally upright lives
and for establishing good parent relationships. Students and parents need to be able to
count on the stability and predictable nature of a moral and ethical teacher. Additionally
administrators, teachers, counselors, custodians, and all other staff members make up the
support network for students and parents. Great care and diligence must go into the
establishment and maintenance of this network. Through such support and care,
educators can teach students how to create positive, lasting relationships.
Parental Involvement Typologies
Epstein’s collective research on school-family partnerships offers a
comprehensive view of parental involvement. She refers to parental involvement as a
school, family, and community partnership for the purpose of emphasizing shared
interests, responsibilities, and overlapping influences of family, school, and community.
Interestingly, Dauber and Epstein (1993) conclude that the involvement of parents in
their children's schooling depends chiefly on how schools seek to involve parents than on
the status of parents. Epstein’s framework, upon which this study will be based,
approaches parental involvement typologies from an institutional perspective. For the
purpose of this study, the framework will be approached from a parental perspective in
order to assess current levels of parental involvement in the specified school district. An
explanation of each of the five typologies follows:
Type 1 - Parenting
Parenting refers to the basic levels of support for health, safety, nutrition, and
housing to the development of parenting skills that prepare children for school and the
continual need to supervise, discipline, and guide children (Epstein, 1987). For this study
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parenting was measured as attempts made by the parent to establish a home environment
with positive attitudes toward school and learning including and was addressed by
questions 1, 2,4,5, and 18 on the Parental Involvement Survey.
Type 2 - Communicating
Communicating refers to school-to-home and home-to-school communications
(Epstein, 1987). In this study, communicating was assessed by the frequency of the
child's parent talking to the teacher at school or on the telephone and communicating with
other parents. These items were addressed by questions 9, 11,12, and 17 on the Parental
Involvement Survey.
Type 3 - Volunteering
Volunteering is defined as involvement at any level by anyone who supports the
school goals, performances, and sporting events, etc. Furthermore, it refers to volunteers
who assist teachers, administrators, and children in classrooms or in other areas of the
school. However, types of volunteering are not limited to attendance at school programs,
serving as room parents, and classroom support (Epstein, 1987). For the purpose of this
study volunteering was measured by parent visits to the classroom, volunteering at
school, or attending special school events. This was addressed by Questions 14 and 15 on
the Parental Involvement Survey.
Type 4 - Learning at Home
Learning at home supports parents' knowledge of their child as a learner and refers
to parent-initiated or child-initiated requests for taking part in learning activities at home
(Epstein, 1987). Moreover, the best way to accomplish learning at home is by interactive
homework, student-teacher-family contacts, long-term projects, or other interactive
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strategies. Learning at home was assessed by those activities in which the parent engages
in learning activities at home, including homework, reading, and other learning activities.
This information was addressed by questions 3, 6, 8, 10, and 13 on the Parental
Involvement Survey.
Type 5 – Decision-making
Decision-making refers to active parental participation in school councils,
PTA/PTO, school improvement committees, and any other decision-making body
associated with the school (Epstein, 1987). This was addressed by question 5 as well as
by examining membership rosters for specified decision-making bodies.
Type 6 – Collaborating with Community
Collaboration involvement refers to connection with agencies, organizations, and
businesses that enable the community to contribute to the school, children, and families
(Epstein, 1987).. The community is one of the overlapping spheres of influence in
Epstein's theoretical perspective of parent involvement (Epstein, 1992). Question 7 of the
Parent Involvement survey addressed the issue of collaboration with the community.
Summary
Trends such as ever-increasing accountability standards and efforts toward
improving student achievement in today’s schools have forced educational leaders to
reexamine current policies regarding student achievement and parental involvement in
schools.
The research for this study indicates that parent involvement has many positive
benefits for students—specifically in the area of student achievement. This idea is
supported by various researchers including, Greenwood & Hickman (1991); Seefeldt
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(1985); and Voydanoff & Donnelly (1996). Additionally, Henderson (1988) and Payne
(1998) both state that the academic achievement of impoverished students in particular is
closely associated with the degree of parent involvement.
Schools and communities also benefit from increased parental involvement. For
example, schools with high levels of quality parental involvement tend to outperform
schools with little parent involvement (Epstein, 1987; Henderson, 1988). Parent
involvement provides valuable resources in terms of volunteer time, increased support for
the school, and the inclusion of parents in critical decisions (Herman & Yeh, 1983). This,
in turn, contributes to the overall school-community relationship (Chavkin, 1989; Rich,
1987). Parents who become involved in their children's schooling also tend to develop
positive attitudes toward their children's teachers and to develop higher educational
aspirations for their children and parent-child communication improves (Chavkin, 1989;
Greenwood & Hickman, 1991). Essentially, increased parental involvement tends to
enhance parents’ relationship with the school as well as teachers’ and principals’ respect
for families who participate in school activities which helps to increase teacher and
parent support of school programs (Berger, 1995).
The research further indicates that the issues of parental involvement and student
achievement are exacerbated by certain demographic characteristics, including poverty,
and the rural location and consolidated structure of many schools.
This study was conducted in order to contribute to the wide volume of parental
involvement research. It focused on student perceptions of parental involvement and how
parental involvement helps students succeed in school. This study also examined
students' perception of parental involvement related to ethnicity and economic
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disadvantage. Furthermore, the results of this study may help educational leaders design
and implement parental involvement programs in an effort to improve student success in
the areas of math and reading.

Chapter 3
Methodology
Purpose Statement
The purpose of this study was to examine the relationship between students'
perceptions of parental involvement as identified on the Student Perception Survey
(Epstein 1987) and grade 8 reading and math achievement as measured by the Georgia
Criterion Reference Competency Test (CRCT) given by Georgia public schools to all
eighth graders. The survey instrument measures the degree to which parents are involved
in their child’s education based on six typology descriptors (Type 1—parenting, Type
2—communication, Type 3—volunteering, Type 4—learning at home, Type 5—
decision-making, and Type 6—collaborating). Parents were scored on the degree to
which they were perceived by their child as being both supportive and involved. This
chapter describes the research design, instrumentation, data collection, population,
sample, data analysis hypotheses, and data reporting.
Participants
The population associated with this study included grade 8 middle school students
from the Burke County School District in east-central Georgia. A random sample of
students was drawn based on sample sizes suggested by data found in Gay’s and
Airasian’s (2003) table for determining sample size for research activities. At the time
of this study, total district enrollment was 4,425 with 362 grade 8 students (see Table 1).
Burke County School District Student Socioeconomic Data are also shown in Table 1.
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Table 1
Burke County Public Schools Socioeconomic Data
Ethnicity

Percentage of District

Caucasian

31%

African American

68%

Asian

0%

Hispanic

1%

Native American

0%

Multi-racial

0%

Students Eligible for Free/Reduced Lunch

80%
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The sample consisted of all grade 9 students who were recently promoted to Burke
County Comprehensive High School from Burke County Middle School at the end of the
2003-2004 school year. The maximum number of participants was approximately 362,
with participation on a voluntary basis. Data are presented on those who chose to be
participants and who have a CRCT reading and math score (see Table 2).
Instrumentation
The High School and Family Partnerships: Questionnaires for Teachers, Parents,
and Students was developed by Epstein and Salinas (1993) (Appendix A) for the purpose
of profiling parental involvement behaviors in schools. The instrument consists of three
parallel questionnaires: 1) Survey of Teachers, 2) Survey of Parents, and 3) Survey of
Students in Grades 9-12. The Survey of Students in Grades 9-12 is an eight-page, 125item questionnaire that is designed to provide schools with information regarding student
attitudes toward their school. The survey as a whole examines areas well beyond the
scope of this study; however, the survey is divided into logical sections, which are
designed to focus on specific aspects of student attitudes toward school. With permission
from Dr. Joyce Epstein (Appendix B) The Survey of Students in Grades 9-12,
specifically section three (Appendix C), was used for this study. Section three consists
of eighteen Likert scale items and was chosen because it applies directly to the six
aforementioned typologies as well as because it would provide the most useful student
perception data. An additional factor in this researcher’s decision to utilize only section
three was the fact that reliability information was provided for each item on the survey.
Epstein, Connors-Tadros, Horsey, and Simon (1996) state that the internal consistency of
each item was measured by using Cronbach’s alpha because the survey contains many
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Likert-type items. Additionally, they state, “the items have a relatively low standard
errors of measurement, suggesting that the scales can be use with confidence” (p.5). As
such, this researcher believed that using only one section of the instrument would
produce reliable results.
For the purpose of this study, the survey of teachers and the survey of parents was
not utilized. Students were presented with only section three—consisting of eighteen
Likert scale items—and asked to indicate their perception of their parents’ level of
participation. Since the study was limited to newly promoted ninth grade students, the
researcher used section three of the Survey of Students in Grades 9-12 with only minor
adjustments in the wording of the instructions to students. The modified instructions for
section three advise students that they should circle the one choice for each question that
came closest to how often the described incidents occurred for them during their eighth
grade year. The survey items all preceded from the partial question “How often does a
parent…” and provided students with a range of five options from which to choose
(never, once, a few times, weekly, daily). Table four presents a more detailed description
of each survey item and associated parental involvement typology. Demographic
information regarding socio-economic status and ethnicity was not part of the survey,
rather it was gathered from school system databases.
Research Design
This quantative study examined student perceptions of parental involvement as
related to student achievement. Perceptions were measured through the use of a survey
instrument. Surveys were used to assess the current status of the variables in relation to
the target population (Gay & Airasian, 2003). The variables of this study included
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parental involvement typology, student achievement, socioeconomic status, and ethnicity.
A correlational design was utilized to examine the following research questions and
related null hypotheses:
1. Is there a relationship between students’ perceptions of their parents’ involvement
typology and grade eight reading achievement?
Hypothesis—there is no significant relationship between students’ perceptions of
their parent’s involvement typology and grade eight reading achievement.
2. Is there a relationship between students’ perceptions of their parents’ involvement
typology and grade eight math achievement?
Hypothesis—there is no significant relationship between students’ perceptions of
their parent’s involvement typology and grade eight math achievement.
3. Is there a relationship between students’ socio-economic status and their
perceptions of their parents’ involvement typology and grade eight reading
achievement?
Hypothesis—there is no significant relationship between students’ socioeconomic status and their perceptions of their parents’ involvement typology and
grade eight reading achievement.
4. Is there a relationship between students’ socio-economic status and their
perceptions of their parents’ involvement typology and grade eight math
achievement?
Hypothesis—there is no significant relationship between students’ socioeconomic status and their perceptions of their parents’ involvement typology and
grade eight math achievement.
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5. Is there a relationship between students’ ethnicity and their perceptions of their
parents’ involvement typology and grade eight reading achievement?
Hypothesis—there is no significant relationship between students’ ethnicity and
their perceptions of their parents’ involvement typology and grade eight reading
achievement.
6. Is there a relationship between students’ ethnicity and their perceptions of their
parents’ involvement typology and grade eight math achievement?
Hypothesis—there is no significant relationship between students’
ethnicity and their perceptions of their parents’ involvement typology
and grade eight math achievement.
For Research Question/hypothesis 1, parental involvement was the independent
variable and student reading achievement was the dependent variable. For Research
Question/hypothesis 2, parental involvement was the independent variable and student
math achievement was the dependent variable. For Research Question/hypothesis 3,
parental involvement was the independent variable while students' SES and reading
achievement was the dependent variables. For Research Question/hypothesis 4, parental
involvement was the independent variable while students' SES and math achievement
was the dependent variables. For Research Question/hypothesis 5, parental involvement
was the independent variable while students' ethnicity and reading achievement was the
dependent variables. For Research Question/hypothesis 6, parental involvement was the
independent variable while student ethnicity and math achievement was the dependent
variables.
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Procedures for Collection of Data
Permission to survey students was obtained through the office of the
Superintendent of Schools for the Burke County School District (Appendix D), the
principal of Burke County High School (Appendix E), and from the Institutional Review
Board of Liberty University (Appendix F). Using a list of computer-generated random
numbers, samples were chosen from the total number of students. Permission for
students to participate in the study was obtained through the use of parental consent
letters, which were sent home with each potential student participant. Meetings were
scheduled with the participating principal and teachers for the purpose of explaining the
rationale for the survey, procedures for distribution and collection of questionnaires,
security of data, and confidentiality of responses.
Participating ninth grade students were surveyed on a voluntary basis. A packet of
Students Perceptions Surveys (Appendix C) along with parent permission letters
(Appendix G) were distributed to the homeroom teacher of each randomly selected ninth
grade student at Burke County High School. There were approximately 27 students in
each of sixteen ninth grade homerooms; however, there was only a possibility of 362
participants. This is due to the fact that this researcher limited the population to those
students who had a valid CRCT score from the Spring 2004 administration and who were
also promoted to the ninth grade for the 2004-2005 school year. Each randomly selected
student was given an informed consent/parent permission letter. The letter served to
inform parents and students about the study and to gain both parental permission and
student consent to participate in the research project. After two days, the students who
returned a signed permission letter were given the Perceptions of Parents Survey to
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complete while in the classroom. Questionnaires included a place for students to write
their name and gender for the purpose of matching surveys to student reading and math
achievement scores. Parents and students were assured of confidentiality, security, and
protection of student responses and student scores. All used and unused surveys were
collected on the day the surveys were administered. Teachers were asked to place all
surveys inside an envelope and to hand deliver the sealed envelope to this researcher.
Initially, the response rate was low—only 89 surveys were completed by the original
deadline. However, by extending the deadline, this researcher was able to obtain surveys
from 126 students.
All Burke County grade 8 students took the Georgia Criterion Referenced
Competency Test on April 19-23, 2004. Student performance on this assessment is
reported as a scale score as well as a level of achievement such as Level Three (350-450)Exceeds Standard, Level Two (300-349)-Meets Standard, and Level One (150-299)-Does
Not Meet Standard. These scales and levels are the same for all subjects that are tested
by the CRCT. Access to individual student CRCT scores and demographic data was
made available through student records and was approved by both the superintendent of
Burke County Schools and the principal of Burke County High School.
Procedures for Analyzing Data
Data gathered from the surveys is presented in table form ( in Chapter Four) that
includes basic descriptive statistics—mean and standard deviation—for each survey item.
In order to determine if a relationship exists between student perceptions of parental
involvement and student achievement in grade 8 reading and math, the variables were
examined and Pearson’s product moment correlation coefficient was used to describe the
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relationship. Gay and Airasian (2003) state that, “The Pearson r is used when both
variables to be correlated are expressed as continuous data such as ratio or interval data”
(p. 317). They further imply that, in most cases, it is the most appropriate and precise
measure to use in educational research. Pearson's r explains the strength of a relationship
is by determining if r is close to 1 or -1. It also explains whether the relationship is
positive or negative by whether r is positive or negative. A 95% Confidence Interval was
established in order to make appropriate generalizations to the population associated with
this study.
Testing the Hypotheses
The following null hypotheses related to the research questions were tested used
to guide data reporting:
1. There is no significant relationship between students’ perceptions of their
parent’s involvement typology and grade eight reading achievement.
2. There is no significant relationship between students’ perceptions of their
parent’s involvement typology and grade eight math achievement.
3. There is no significant relationship between students’ socio-economic status
and their perceptions of their parents’ involvement typology and grade eight
reading achievement.
4. There is no significant relationship between students’ socio-economic status
and their perceptions of their parents’ involvement typology and grade eight
math achievement.
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5. There is no significant relationship between students’ ethnicity and their
perceptions of their parents’ involvement typology and grade eight reading
achievement.
6. There is no significant relationship between students’ ethnicity and their
perceptions of their parents’ involvement typology and grade eight math
achievement.
Reporting the Data
Research data are reported in the form of tables and narrative in Chapter 4.

Chapter 4
Results
The purpose of this study was to examine the relationship between students'
perceptions of parent involvement typology and grade 8 reading and math achievement in
a selected school district in Georgia. Parent involvement typologies included Type 1parenting, Type 2-communication, Type 3-volunteering, Type 4-learning at home, Type
5-decision-making, and Type 6-collaborating with the community (Epstein, 1987). These
typologies were measured by a one-to-one comparison of the responses from the Student
Perception of Parental Involvement survey with the Grade 8 student percentage scores on
the 2004 Georgia Criterion Reference Competency Test (CRCT) in math and reading.
The investigation of typologies and achievement also included variables of ethnicity, and
economic disadvantage. Data collected from 123 surveys matched with student
achievement scores were analyzed by Pearson's product moment correlation. The
Pearson's correlation was used to help indicate a one-to-one correlation between students'
perceptions of their parents' involvement typology as compared to their reading and math
achievement.
Descriptive Analyses
The Burke County School District serves a total of 4,425 students—362 of those
students are enrolled in the eighth grade. One hundred ninety-one surveys were
distributed to sixteen classes. Initially, only 89 surveys were returned; however, by
extending the deadline, an additional 47 surveys were returned. This resulted in the return
of 126 surveys—three of which were unusable because of incomplete information or
missing achievement scores—giving the study a final return rate of 64% (see Table 2).

51

Table 2
Grade 8 Population with Percentage of Participants and Usable Data
Category
Burke County Public Schools Total Population

Number
4,425

Grade 8 Population

362

Sample Size

191

Surveys Returned

126

Surveys Returned with Usable Data

123
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The demographic variables of ethnicity, and economic disadvantage were selected
for analysis in order to further determine the difference between individual student
perceptions of parental involvement and student achievement. The participants’
demographic data was provided by Burke County Comprehensive High School through
individual student records. Burke County is a rural county located in east-central
Georgia. At approximately 868 square miles, it is the second largest county in the state
but with a sparse population density. Consequently, the demographics for Burke County
Schools are less diverse than that of many larger school districts. Demographics for the
total student population included African American 68%, Caucasian 31%, Asian 0%,
Hispanic 1%, Native American 0%, and Multi-racial 0%. Percentage of students eligible
for Free/reduced lunch was 80% (see Table 3).
The study sample demographics compare to Burke County School District
demographics by reflecting 66% African-American, 34% Caucasian, and 0% Hispanic,
Asian, Native American, and Multi-racial. Additionally, the sample shows 72%
Economically Disadvantaged and 28% non-economically disadvantaged.
The independent variables for Research Questions 1-6 of this study included the
six parent involvement typologies of parenting, communication, volunteering, learning at
home, decision-making, and collaborating. These variables were measured using section
three of the Students Perceptions of Parental Involvement Survey. The survey included
18 individual Likert-scale items linked to the six typologies. Questions 1,2,4, 5, and 18
were used to measure Type 1-parenting; questions 9,10,11, 12 and 17 were used to
measure Type 2-communication; questions 14 and 16 were used to measure Type 3volunteering; questions 3,6, 8, 10, and 13 were used to measure Type 4-learning at home;
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question 15 was used to measure Type 5-decision-making; and question 7 was used to
measure Type 6-collaborating (see Table 4).
For the purpose of analyzing student responses, each of the question response
choices were assigned the value of (1) for never, meaning the student perceives that their
parents did not do this during their eighth grade school year; the value of (2) for once,
meaning the student perceives that their parents did this once during their eighth grade
school year; the value of (3) for a few times, meaning the student perceives that their
parents did this a few times during their eighth grade school year; the value of (4) for
weekly, meaning the student perceives that their parents did this weekly during their
eighth grade school year; and the value of (5) for daily, meaning the student perceives
that their parents did this daily during their eighth grade school year. Descriptive
statistics--rank, mean, and standard deviation—were calculated for the six parent
involvement typologies based on student responses to the survey questions (see Table 5).
The rank and mean scores displayed in Table 5 show that students indicated that
they perceived their parents to be more involved in Type 1—parenting, Type 6—
collaborating, (both of which had a mean score above 2.50). Students further indicated
that they perceived their parents were least involved in Type 4—learning at home, Type
3—volunteering, Type 5—decision-making, and Type 2—communicating (all of which
had a mean score below 2.50).
Table 6 presents the descriptive statistics of rank, mean, and standard deviation
for the 18 individual responses on the parental involvement survey. As illustrated by the
rank and mean scores, students perceived that their parents were more involved with
behaviors addressed by questions 2,1,5,18, 4, 7, and 3.
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Table 3
Frequency and Percentage for Respondents' Demographics
Category

Code

Frequency

Percentage

Ethnicity
African-American

1

81

66.0

Caucasian

2

42

34.0

Asian

3

0

0.0

Hispanic

4

0

0.0

Native American

5

0

0.0

Multi-racial

6

0

0.0

123

100.0

Totals
Economic Disadvantage
Non-eco Disadvantaged

0

34

28.0

Economic Disadvantaged

1

89

72.0

123

100.0

Totals
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Table 4
Parent Involvement Typologies and Related Questions
Involvement Typology

Question: How often does a parent…

Type 1—Parenting

Q1: Ask me about school.
Q2: Ask if I did my homework.
Q4: Give me praise and encouragement about
school.
Q5: Ask me about my grades.
Q18: Tell me how important school is for my
future.

Type 2—Communication

Q9: Talk with my teachers on the phone.
Q11: Have a parent-teacher conference with
one of my teachers.
Q12: Talk with all of my teachers.
Q17: Talk with the parents of my friends or
classmates.

Type 3—Volunteering

Q14: Attend activities that I am in at school
(sports, music, drama, etc.).
Q16: Come to my school as a volunteer.

Type 4—Learning at home

Q3: Help me with my homework.
Q6: Talk about a TV show with me.
Q8: Help me plan time for homework, chores,
and other responsibilities.
Q10: Pick up my report card at school.
Q13: Talk with my counselor about my future.

Type 5—Decision-making

Q15: Go to a meeting for parents at the school.

Type 6—Collaboration

Q7: Take a trip or go to a special event with
me.
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Additionally, students perceived that their parents were less involved with
behaviors addressed by questions 6, 17, 8, 14, 16, 15, 11, 13, 9, 12, and 10. Type 1—
Parenting received the highest rankings while Type 2—Communicating and Type 4—
Learning at home received the lowest rankings.
Individual student scale scores on the 2004 Georgia Criterion Referenced
Competency Test (CRCT) were used to measure grade 8 reading and math achievement.
Table 7 presents the frequency distribution of student reading achievement scores. These
scores ranged from a high of 450 to a low of 175. The most frequently occurring score
was 318 with eleven students achieving that score. Table 8 presents the frequency
distribution of student math achievement scores. These scores ranged from a high of 406
to a low of 186. The most frequently occurring score was 313 with seven students
achieving that score.
Inferential Analysis
Six research questions were examined and used to guide the data collection and
six related null hypotheses were used to guide data reporting. In order to determine if a
relationship exists between student perceptions of parental involvement and student
achievement in grade 8 reading and math, the variables were examined and Pearson’s
product moment correlation coefficient was used to describe the relationship. Gay and
Airasian (2003) state that, “The Pearson r is used when both variables to be correlated are
expressed as continuous data such as ratio or interval data” (p. 317). They further imply
that, in most cases, it is the most appropriate and precise measure to use in educational
research. Pearson's r explains the strength of a relationship is by determining if r is close
to 1 or -1. It also explains whether the relationship is positive or negative by whether r is
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positive or negative. A 95% Confidence Interval was established and two-tailed tests of
significance were performed in order to make appropriate generalizations to the
population associated with this study. For the purpose of this study N = 123, α = 0.05, df
= 121, and rCRITICAL = 0.195. Therefore, any calculated r-value greater than 0.195 was
considered a significant relationship.
Students' Perceptions and Reading/Math Achievement
Research Question 1
Is there a relationship between student perceptions of their parents' involvement
typology and grade 8 reading achievement?
Hypothesis 1. No significant relationship exists between students’ perception of
their parents' involvement typology and grade 8 reading achievement.
This research question and related null hypothesis were examined and tested using
Pearson's product moment correlation. All correlations were tested at the 0.05 level of
significance (see Table 9).
In analyzing the data to determine if a significant relationship existed between
parents’ involvement typologies and grade 8 reading achievement, no significant
relationship existed, therefore this researcher failed to reject the null hypothesis.
Research Question 2
Is there a relationship between students’ perceptions of their parents’ involvement
typology and grade 8 math achievement?
Hypothesis 2. No significant relationship exists between students’ perceptions of
their parents' involvement typology and grade 8 math achievement.
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This research question and related null hypothesis were examined and tested using
Pearson's product moment correlation at the 0.05 level of significance (see Table 10).
In analyzing the data to determine if a significant relationship existed between
parents’ involvement typologies and grade 8 math achievement, no significant
relationship existed, therefore this researcher failed to reject the null hypothesis.
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Table 5
Descriptive Statistics for Parent Involvement Typologies
Rank

Typology

Type No

N

Min/Max

Mean

SD

1

Parenting

1

123

1.00/5.00

3.73

0.73

2

Collaborating

6

123

1.00/5.00

2.93

1.25

3

Learning at home

4

123

1.00/5.00

2.15

0.56

4

Volunteering

3

123

1.00/5.00

2.06

1.04

5

Decision-making

5

123

1.00/5.00

1.89

1.13

6

Communicating

2

123

1.00/5.00

1.81

0.56
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Table 6
Descriptive Statistics for Individual Question Responses
Rank

Question

Typology

Mean

SD

1

2

Parenting

4.16

1.20

2

1

Parenting

4.01

1.10

3

5

Parenting

3.75

1.25

4

18

Parenting

3.46

0.90

5

4

Parenting

3.26

0.97

6

7

Collaborating

2.94

1.25

7

3

Learning at home

2.93

1.32

8

6

Learning at home

2.59

1.27

9

17

Communicating

2.46

1.10

10

8

Learning at home

2.26

1.21

11

14

Volunteering

2.19

1.32

12

16

Volunteering

1.94

1.20

13

15

Decision-making

1.89

1.13

14

11

Communicating

1.68

0.78

15

13

Learning at home

1.60

0.93

16

9

Communicating

1.58

0.92

17

12

Communicating

1.51

0.81

18

10

Learning at home

1.39

0.74

61
Table 7
Reading Scores
Valid
175
178
247
250
253
258
263
268
273
278
282
287
291
296
298
300
301
304
309
310
313
314
317
318
323
325
328
333
338
344
350
356
363
371
380
386
391
404
422
450
Total

Frequency
1
1
1
1
3
1
3
2
2
4
1
3
1
8
1
8
1
2
2
1
1
4
1
11
7
1
9
4
3
6
6
6
3
4
2
1
2
2
2
1
123

Percent Valid Percent Cumulative Percent
0.80
0.80
0.80
0.80
0.80
1.60
0.80
0.80
2.40
0.80
0.80
3.30
2.40
2.40
5.70
0.80
0.80
6.50
2.40
2.40
8.90
1.60
1.60
10.60
1.60
1.60
12.20
3.30
3.30
15.40
0.80
0.80
16.30
2.40
2.40
18.70
0.80
0.80
19.50
6.50
6.50
26.00
0.80
0.80
26.80
6.50
6.50
33.30
0.80
0.80
34.10
1.60
1.60
35.80
1.60
1.60
37.40
0.80
0.80
38.20
0.80
0.80
39.00
3.30
3.30
42.30
0.80
0.80
43.10
8.90
8.90
52.00
5.70
5.70
57.70
0.80
0.80
58.50
7.30
7.30
65.90
3.30
3.30
69.10
2.40
2.40
71.50
4.90
4.90
76.40
4.90
4.90
81.30
4.90
4.90
86.20
2.40
2.40
88.60
3.30
3.30
91.90
1.60
1.60
93.50
0.80
0.80
94.30
1.60
1.60
95.90
1.60
1.60
97.60
1.60
1.60
99.20
0.80
0.80
100.00
100.00
100.00
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Table 8
Math Scores
Valid
186
195
218
244
256
259
261
264
271
273
276
277
279
281
283
286
288
290
292
293
294
296
298
300
302
304
305
306
308
311
313
315
316
318
320
322
323
326
328
329
332

Frequency
1
1
1
1
1
1
1
1
4
1
1
3
5
3
4
3
2
3
1
4
3
2
6
2
3
1
2
1
4
7
1
6
1
6
1
5
3
1
5
3
1

Percent Valid Percent Cumulative Percent
0.80
0.80
0.80
0.80
0.80
1.60
0.80
0.80
2.40
0.80
0.80
3.30
0.80
0.80
4.10
0.80
0.80
4.90
0.80
0.80
5.70
0.80
0.80
6.50
3.30
3.30
9.80
0.80
0.80
10.60
0.80
0.80
11.40
2.40
2.40
13.80
4.10
4.10
17.90
2.40
2.40
20.30
3.30
3.30
23.60
2.40
2.40
26.00
1.60
1.60
27.60
2.40
2.40
30.10
2.40
2.40
32.50
0.80
0.80
33.30
3.30
3.30
36.60
2.40
2.40
39.00
1.60
1.60
40.70
4.90
4.90
45.50
1.60
1.60
47.20
2.40
2.40
49.60
0.80
0.80
50.40
1.60
1.60
52.00
0.80
0.80
52.80
3.30
3.30
56.10
5.70
5.70
61.80
0.80
0.80
62.60
4.90
4.90
67.50
0.80
0.80
68.30
4.90
4.90
73.20
0.80
0.80
74.00
4.10
4.10
78.00
2.40
2.40
80.50
0.80
0.80
81.30
4.10
4.10
85.40
2.40
2.40
87.80
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Valid
335
338
342
350
355
375
406
Total

Frequency
1
2
4
2
4
1
1
123

Percent Valid Percent Cumulative Percent
0.80
0.80
88.60
1.60
1.60
90.20
3.30
3.30
93.50
1.60
1.60
95.10
3.30
3.30
98.40
0.80
0.80
99.20
0.80
0.80
100.00
100.00
100.00
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Table 9
Parents' Involvement Typologies and Grade 8 Reading Achievement
Typology
Parenting
Communicating

Correlations with 95% Confidence Interval
0.070
-0.017

Volunteering

0.015

Learning at home

0.068

Decision-making

-0.075

Collaborating

-0.050
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Table 10
Parents’ Involvement Typologies and Grade 8 Math Achievement
Typology

Correlations with 95% Confidence Interval

Parenting

-0.094

Communicating

-0.054

Volunteering

-0.122

Learning at home

0.057

Decision-making

-0.148

Collaborating

-0.018
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Students SES and Reading/Math Achievement
Research Question 3
Is there a relationship between students’ socio-economic status and their
perceptions of their parents’ involvement typology and grade eight reading achievement?
Hypothesis 3. There is no significant relationship between students’ socioeconomic status and their perceptions of their parents’ involvement typology and grade
eight reading achievement?
This research question and related null hypothesis were examined and tested using
Pearson's product moment correlation at the 0.05 level of significance. Data analysis
revealed that a significant negative relationship exists between middle to high SES (noneconomically disadvantaged) students perceptions of their parents Type 4-Learning at
Home, Type 5- Decision-making, Type 6-Collaborating typologies and reading
achievement (see Table 11). Therefore, this researcher did reject the null hypothesis. It
should be noted that, although significant, the strength of the correlation for each of the
above-mentioned typologies is relatively weak.
Research Question 4
Is there a relationship between students’ socio-economic status and their
perceptions of their parents’ involvement typology and grade eight math achievement?
Hypothesis 4. There is no significant relationship between students’ socioeconomic status and their perceptions of their parents’ involvement typology and grade
eight math achievement?
This research question and related null hypothesis were examined and tested
using Pearson's product moment correlation at the 0.05 level of significance. Data
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analysis revealed that a significant negative relationship exists between middle to high
SES (non-economically disadvantaged) students perceptions of their parents Type 2Communicating, Type 3-Volunteering, Type 4-Learning at Home, Type 5- Decisionmaking, Type 6-Collaborating typologies and math achievement (see table 12).
Therefore, this researcher did reject the null hypothesis. Again, it should be noted that,
although significant, the strength of the correlation for each of the above-mentioned
typologies is relatively weak.
Students’ Ethnicity and Reading/Math Achievement
Research Question 5
Is there a relationship between students’ ethnicity and their perceptions of their
parents’ involvement typology and grade eight reading achievement?
Hypothesis 5. There is no significant relationship between students’ ethnicity and
their perceptions of their parents’ involvement typology and grade eight reading
achievement.
Research Question 6
Is there a relationship between students’ ethnicity and their perceptions of their
parents’ involvement typology and grade eight math achievement?
Hypothesis 6. There is no significant relationship between students’ ethnicity and
their perceptions of their parents’ involvement typology and grade eight math
achievement.
With regard to identified ethnic sub-groups, data was available only for AfricanAmerican and Caucasian students. No other ethnic sub-group contained enough

68
respondents to make the data reliable. Data for African-American and Caucasian
students is reported in Tables 13 and 14 respectively.
The data for Ethnicity 1 (African-American) with 81 respondents and for Ethnicity
2 (Caucasian) with 34 respondents revealed that no significant difference existed between
students' ethnicity and perceptions of their parents' involvement typology and reading
achievement, therefore this researcher failed to reject the null hypothesis (see Table 13).
The data analysis for Ethnicity 1 (African-American) with 81 respondents and for
Ethnicity 2 (Caucasian) with 34 respondents revealed that a significant negative
relationship exists between Caucasian students perceptions of their parents Type 3Volunteering, Type 5- Decision-making, and math achievement (see Table 14).
Therefore, this researcher did reject the null hypothesis. As previously noted, although
significant, the strength of the correlation for each of the above-mentioned typologies is
relatively weak.
In summary, no significant relationship was found between student perceptions of
parental involvement typologies and reading and math achievement. However,
significant relationships were found between non-economically disadvantaged students
perceptions of their parents’ Type 4-Learning at Home, Type 5- Decision-making, Type
6-Collaborating typologies and reading achievement; between non-economically
disadvantaged students perceptions of their parents Type 2-Communicating, Type 3Volunteering, Type 4-Learning at Home, Type 5- Decision-making, Type 6Collaborating typologies and math achievement; and between Caucasian students
perceptions of their parents Type 3-Volunteering, Type 5- Decision-making, and math
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achievement. Surprisingly, each of the above-mentioned relationships represents
relatively weak, negative correlations.
The following chapter will highlight in greater detail the results of this study along
with recommendations for practical application of these results and possible future
research.
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Table 11
Students SES, Perceptions of Parental Involvement, and Reading Achievement
Typology

Low SES
Reading
0.040

Middle to High SES
Reading
-0.072

-0.017

-0.122

Volunteering

0.036

-0.127

Learning at home

0.138

*-0.250

Decision-making

0.025

*-0.309

-0.062

*-0.241

Parenting
Communicating

Collaborating

Note:

* Correlation is significant at p < 0.05
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Table 12
Students SES, Perceptions of Parental Involvement, and Math Achievement
Typology
Parenting

-0.176

Middle to High SES
Math
-0.057

Communicating

-0.015

*-0.234

Volunteering

-0.095

*-0.278

Learning at home

0.178

*-0.367

Decision-making

-0.086

*-0.315

Collaborating

-0.001

*-0.224

Note:

Low SES
Math

* Correlation is significant at p < 0.05
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Table 13
Students' Ethnicity, Perceptions of Parental Involvement, and Reading Achievement
Typology
Parenting

African-American
Reading
-0.002

Caucasian
Reading
0.110

Communicating

0.050

-0.085

Volunteering

0.091

-0.026

Learning at home

0.033

0.145

Decision-making

0.006

-0.147

-0.064

-0.060

Collaborating
Note:

* Correlation is significant at p < 0.05
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Table 14
Students' Ethnicity, Perceptions of Parental Involvement, and Math Achievement
Typology
Parenting

African-American
Math
-0.187

Communicating

Caucasian
Math
-0.026

0.039

-0.186

-0.014

*-0.269

Learning at home

0.012

0.143

Decision-making

-0.053

*-0.258

0.005

-0.092

Volunteering

Collaborating

Note:

* Correlation is significant at p < 0.05

Chapter 5
Summary, Conclusions, and Recommendations
The purpose of the study was to examine the relationship between students'
perceptions of their parents’ involvement typology and grade 8 reading and math
achievement. Six research questions and related null hypotheses were examined and
tested using Pearson's product moment correlation. Gay and Airasian (2003) state that,
“The Pearson r is used when both variables to be correlated are expressed as continuous
data such as ratio or interval data” (p. 317). They further imply that, in most cases, it is
the most appropriate and precise measure to use in educational research. Pearson's r
explains the strength and the direction (positive or negative) of a relationship by
determining if r is close to 1 or -1. In essence, the closer r is to 1 or –1 the stronger the
correlation. Since the strength of the r-value is vague, it is necessary to determine a
critical value (p) at which r becomes significant. For the purpose of this study, a 95%
confidence interval was established and two-tailed tests of significance were performed
in order to make appropriate generalizations to the population associated with this study.
Specifically, for the purpose of this study, N = 123, α = 0.05, df = 121, and rCRITICAL =
0.195. Therefore, any calculated r-value greater than 0.195 will be considered a
significant relationship.
Summary
Parent involvement typologies studied included Type 1—Parenting, Type 2—
Communicating, Type 3—Volunteering, Type 4—Learning at Home, Type 5—Decisionmaking, and Type 6—Collaborating. Section Three of the Student Perception of Parental
Involvement Typologies Survey was used to measure these typologies. Student scale
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scores from the 2004 administration of the Georgia Criterion Referenced Competency
Test in reading and math were used to measure student achievement. The investigation of
typologies and achievement also included study variables of ethnicity and socioeconomic status. Data was collected from 123 surveys, matched one to one with
individual student achievement scores and demographic data, and analyzed using
Pearson's product moment correlation (Pearson’s r).
It should be noted that Burke County Public Schools serves only two identified
ethnic sub-groups (African-American and Caucasian). Further more, it should also be
noted that the survey instrument did not contain an equal number of items for each of the
identified parental involvement typologies. Therefore, data analysis and interpretation
could be affected by this unequal representation. Additional factors that may affect data
analysis and interpretation include the substantial number of non-returned surveys, the
use of 9th grade students as a sample population, the high levels of poverty among
students, and the fact that this researcher served as the primary disciplinarian for the
sample population of students. With specific regard to this researcher’s role as primary
disciplinarian, one teacher reported that at least two students stated that they refused to
complete a survey or anything else provided by this researcher. Those students indicated
that they harbored a degree of disdain for this researcher and felt no obligation to assist in
any endeavors presented by him. It is possible that other students reacted similarly,
accounting for a portion of the non-returned surveys. Additionally, it is possible that
some students purposely chose to provide false answers to the survey items,
consequently skewing the results of this study.
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Conclusions
Research Question 1
Is there a relationship between student perceptions of their parents' involvement
typology and grade 8 reading achievement?
Hypothesis 1. No significant relationship exists between students’ perception of
their parents' involvement typology and grade 8 reading achievement.
Data analysis failed to reveal a significant relationship between student
perceptions of their parents' involvement typology and grade 8 reading achievement.
Research Question 2
Is there a relationship between students’ perceptions of their parents’ involvement
typology and grade eight math achievement?
Hypothesis 2. No significant relationship exists between students’ perceptions of
their parents' involvement typology and grade 8 math achievement.
Again, data analysis failed to reveal a significant relationship between student
perceptions of their parents' involvement typology and grade 8 math achievement.
Although no significant relationship was found between student perceptions of
their parents' involvement typology and grade 8 reading achievement; and no significant
relationship was found between student perceptions of their parents' involvement
typology and grade 8 math achievement, analysis of descriptive statistics regarding
student perceptions of parental involvement typologies indicated that students perceived
their parents to be more involved in Type 1—parenting and Type 6—collaborating, (both
of which had a mean score above 2.50). Students further indicated that they perceived
their parents were least involved in Type 4—learning at home, Type 3—volunteering,
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Type 5—decision-making, and Type 2—communicating (all of which had a mean score
below 2.50).
Research Question 3
Is there a relationship between students’ socio-economic status and their
perceptions of their parents’ involvement typology and grade eight reading achievement?
Hypothesis 3. There is no significant relationship between students’ socioeconomic status and their perceptions of their parents’ involvement typology and grade
eight reading achievement?
Data analysis revealed that a significant negative relationship exists between
middle to high SES (non-economically disadvantaged) students perceptions of their
parents Type 4-Learning at Home, Type 5- Decision-making, Type 6-Collaborating
typologies and reading achievement. This means that the more involved that students
perceive their parents to be with regard to typologies 4-6, the lower those same students
tend to achieve in eighth grade reading. It should be noted that the r-value for each of the
above-mentioned correlations indicated a weak negative relationship, which was an
unexpected result. Since descriptive statistics revealed that students perceived their
parents to be more involved in Type 1—parenting, Type 6—collaborating, and Type 3—
volunteering (all of which had a mean score above 2.50), this researcher expected to find
a positive correlation—a notion that seems to be supported by both current research and
professional literature.
Research Question 4
Is there a relationship between students’ socio-economic status and their
perceptions of their parents’ involvement typology and grade eight math achievement?
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Hypothesis 4. There is no significant relationship between students’ socioeconomic status and their perceptions of their parents’ involvement typology and grade
eight math achievement?
Data analysis revealed that a significant negative relationship exists between
middle to high SES (non-economically disadvantaged) students perceptions of their
parents Type 2-Communicating, Type 3-Volunteering, Type 4-Learning at Home, Type
5- Decision-making, Type 6-Collaborating typologies and math achievement. This
means that the more involved that students perceive their parents to be with regard to
typologies 2-6, the lower those same students tend to achieve in eighth grade math. This
too was an unexpected result, especially given the nature of negative correlations. Again,
however, the r-value for each of the above-mentioned correlations indicated a weak,
negative relationship.
Research Question 5
Is there a relationship between students’ ethnicity and their perceptions of their
parents’ involvement typology and grade eight reading achievement?
Hypothesis 5. There is no significant relationship between students’ ethnicity and
their perceptions of their parents’ involvement typology and grade eight reading
achievement.
The data for Ethnicity revealed that no significant difference existed between
students' ethnicity and perceptions of their parents' involvement typology and reading
achievement. It should be noted that, although no significant relationship was found,
descriptive statistics revealed that African-American students rated Type 1-Parenting
highest among the six types of involvement typologies followed by Type 6—
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Collaboration, Type 4—Learning at Home, Type 3—Volunteering, Type5—Decisionmaking, and Type 2—Communicating.
Research Question 6
Is there a relationship between students’ ethnicity and their perceptions of their
parents’ involvement typology and grade eight math achievement?
Hypothesis 6. There is no significant relationship between students’ ethnicity and
their perceptions of their parents’ involvement typology and grade eight math
achievement.
The data for Ethnicity revealed that a significant negative relationship exists
between Caucasian students’ perceptions of their parents Type 3-Volunteering, Type 5Decision-making, and math achievement. This means that the more involved that
students perceive their parents to be with regard to typologies 3 and 5, the lower those
same students tend to achieve in eighth grade math. This too was an unexpected result,
especially given the nature of negative correlations. Again, however, the r-value for each
of the above-mentioned correlations indicated a weak, negative relationship. It should be
noted that descriptive statistics revealed that Caucasian students rated Type 1-Parenting
highest among the six types of involvement typologies followed by Type 6—
Collaboration, Type 4—Learning at Home, Type 3—Volunteering, Type 5—Decisionmaking, and Type 2—Communicating. Table 15 presents the data revealed by
descriptive analysis of ethnicity and student perceptions of parental involvement.
Although the results of this study were largely unexpected, it is important to
examine the significant relationships in order to determine what, if any, recommendations
may be warranted. Table 16 contains a summary of significant findings.
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Table 15
Descriptive Statistics for Parent Involvement Typologies by
Ethnicity
Rank

Typology

Type No

African-

African- Caucasian Caucasian

1

Parenting

1

3.68

0.76

3.82

0.68

2

Collaborating

6

2.93

1.42

2.95

0.82

3

Learning at home

4

2.16

0.59

2.15

0.51

4

Volunteering

3

2.12

1.10

1.96

0.93

5

Decision-making

5

1.93

1.12

1.81

1.17

6

Communicating

2

1.82

0.59

1.78

0.51
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Table 16
Summary of Significant Findings
Question

Significant Findings

RQ 1: Is there a relationship between

Significant negative correlation for:

students’ socio-economic status and their

Type 4—Learning at Home (r = -0.250)

perceptions of their parents’ involvement

Type 5—Decision-making (r = -0.309)

typology and grade eight reading

Type 6—Collaborating

(r = -0.241)

achievement?
RQ 4: Is there a relationship between

Significant negative correlation for:

students’ socio-economic status and their

Type 2—Communicating

(r = -0.234)

perceptions of their parents’ involvement

Type 3—Volunteering

(r = -0.278)

typology and grade eight math

Type 4—Learning at Home (r = -0.367)

achievement?

Type 5—Decision-making

(r = -0.315)

Type 6—Collaborating

(r = -0.224)

RQ 6: Is there a relationship between

Significant negative correlation for:

students’ ethnicity and their perceptions of

Type 3—Volunteering

(r = -0.269)

their parents’ involvement typology and

Type 5—Decision-making

(r = -0.258)

grade eight math achievement?
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These finding, though unexpected, are consistent in showing that the more
involved that students perceive their parents to be with regard to the specified typologies,
the lower those same students tend to achieve in eighth grade reading and/or math.
Additionally, in each case, Type 5—Decision-making has provided a significant negative
correlation.
Gibbs (2005) discusses a growing phenomenon that seems, at least in part, to
explain these unexpected results. She suggests that parental involvement among certain
populations—the implication being non-economically disadvantaged families—often
crosses the line between helpfulness and hindrance. She further suggests that some
students resent their parents’ direct involvement in school and purposely work to
underachieve in order to make a personal statement regarding their own priorities. As
previously stated, the negative correlations in this study occurred among Caucasian
and/or non-economically disadvantaged students in those cases involving direct parental
involvement in the school.
Gibbs (2005) not withstanding, current research and literature in the area of parental
involvement seems to show a clear indication of a positive correlation between parental
involvement and student achievement. Specifically, those parents who ask their students
about school, ask if students did their homework, give praise and encouragement about
school, ask students about their grades, and talk to their students about how important
school is for their future have students with better reading and math achievement. It is
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this obvious discrepancy between the findings of this study and the established findings
of multiple other studies that leads this researcher to question the likelihood of both Type
I and Type II error.
According to Gay and Airasian (2003), Type I error occurs when the researcher
makes the decision to reject a null hypothesis that is really true. The decision to reject the
null hypothesis or to fail to reject the null hypothesis is based upon the previously
designated level of significance or probability level. Gay and Airasian state that “[f]or
most studies, α = 0.05 is a reasonable probability level” (p. 453). They further suggest
that making the alpha level smaller also decreases the chance of committing a Type I
error, however, decreasing the probability of a Type I error increases the probability of
committing a Type II error (failing to reject a null hypothesis that is actually false).
Based on this information, this researcher chose to set the alpha level for this study at α =
0.05. Nonetheless, the unexpected negative correlations found in this study raise the
distinct possibility of Type I error for each of the significant findings detailed previously.
Recommendations for Practice
The findings of this study would seem to indicate that, because student
perceptions of parental involvement typologies Types 4-6 among non-economically
disadvantaged students correlate negatively with student achievement in reading; and
because student perceptions of parental involvement typologies Types 2-6 among noneconomically disadvantaged students correlate negatively with student achievement in
math, then parents of non-economically disadvantaged students should refrain from
communicating with the school, volunteering in the school, engaging in learning
activities at home, decision-making activities with the school, and collaborative efforts
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with the community. Additionally, since student perceptions of parental involvement
typologies Types 3 and 5 among Caucasian students correlate negatively with student
achievement in reading, then parents of Caucasian students should also refrain from
volunteering in the school, and decision-making activities with the school. However, a
deeper examination of these results provides an ample basis for practical
recommendations regarding parental involvement in schools. As such, the following
recommendations for practice are made:
1. It is important that schools realize that as students progress into higher gradelevels, parental involvement tends to decline. Based on the results of this study, coupled
with the above-mentioned trend, schools should examine levels of and attitudes toward
independence among all students to determine if any particular subgroup displays higher
levels of independence with regard to schoolwork and associated responsibilities. Such
information could be used to target subgroups or even individual students for whom
increased levels of parental involvement may be beneficial with regard to achievement
and success.
2. It is important that schools clarify how and why parents can become involved
in schools—including opportunities for enhancing basic parenting techniques.
Consequently, schools, along with community support, should work toward educating
parents in the basic obligations of parental involvement in schools such as the importance
of asking their students about homework, giving praise and encouragement, and talking
to students about how important school is for their student's future—it should not be
assumed that all parents know how to properly interact with their children. Teachers
should create homework opportunities or other school-to-home connections where
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students and parents can positively interact in the completion of a project. In some
extreme cases, it may be necessary or beneficial for teachers to provide a script or
discussion frame for parents to use when discussing schoolwork with their children.
Because parenting was perceived by students to be the highest-ranking typology, schools
should focus on enhancing and encouraging this behavior among parents.
3. As previously stated, this study focused on a sample population of middle
school students. The results of this study vary widely from the results of a similar study
conducted by Hale (2003) with a sample population of elementary students. Schools
should realize that these differences might be the result of naturally occurring changes
with regard to both students and schooling as students progress through various grade
levels. Specifically, parental involvement becomes increasingly more difficult as
students are exposed to more teachers, more demanding schedules, and more complex
coursework. Upon reaching middle school, specifically eighth grade, some students will
have established study habits and work ethics that allow them to achieve at or above
grade-level. For those students, increased levels of direct parental involvement with the
school may not be entirely beneficial. Schools should examine available student
achievement data and utilize it to target those students who are achieving below grade
level and to encourage higher levels of parental involvement among those families.
Furthermore, opportunities for parental involvement should provide learning
opportunities for parents in order to foster learning at home in an effort to enhance
student achievement.
4. Schools should provide opportunities for parents such as “parent
academies” or “parent universities”—small weekend workshops designed to
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facilitate learning at home activities and to teach parents how to appropriately help
their children with schoolwork and to create academically stimulating home
environments. Furthermore, through such workshops, schools will be able to
encourage more parents to become involved in appropriate decision-making
activities such as school councils, school improvement committees, etc., effectively
bridging the gap between home and school. One elementary school located in the
district associated with this study implemented this idea with success. R. Sams
(personal communication, July 7, 2005) indicated that the “parent university”
program was originally designed to improve school-community relations with a byproduct of improving student achievement. He indicated that from his perspective
as the principal, he gauged the program’s success by several means. Sams stated
that he initially gauged success by the increased number of parents who were
working collaborating in a positive manner with the teachers in an effort to help their
children. More specifically, however, he indicated that each parent participant was
asked to fill out an evaluation form, which included a section of open-ended
questions. From the responses, Sams learned that the parents overwhelmingly
perceived the training to be helpful and “eye-opening” with regard to understanding
what their children do at school during the day. Additionally, the parents were
provided with the opportunity to take grade-appropriate sample tests that matched
the state-mandated tests that students take each Spring.
5. School personnel should be aware that all parents want their students to
achieve success no matter their SES level or ethnicity. Particularly in impoverished, rural
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areas parents will often need high levels of assistance from the school in order to become
positively and appropriately involved with their child’s schooling.
6. Schools should build on existing parental involvement programs, examine
successful parental involvement programs, and provide ongoing professional support,
staff development, training, and mentoring for staff regarding training and working with
parents and parenting involvement strategies.
7. Districts should provide training to campus administrators regarding how to
best harness the power and benefit of parent involvement.
8. Schools and school districts should keep student success and educational
excellence as guiding principles in the development and maintenance of any parental
involvement effort.
Recommendations for Further Research
1. A replication study conducted in the same school system with a different
sample population should be conducted since the results of this study are so unusual.
2. A longitudinal study that would begin with 5th grade students and follow
sample respondents through middle school.
3. A replication study at the high school level.
4. A study investigating and correlating student, teacher, and parents'
perceptions of parent involvement with student achievement in math and
reading.
5. A statewide replication study at the eighth grade level.
6. A replication study adding an interview component to add depth to the
students' perceptions of their parents' involvement.
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7. A strictly qualitative study regarding student perceptions of parental
involvement and reading and math achievement.
8. A replication study with a more ethnically diverse population.
9. A replication study that identifies and takes into account single parent families
versus two-parent families.
10. A study that uses different measures or multiple measures of achievement in
reading and math.
11. A study investigating and correlating parents' perceptions of their own
involvement with student achievement in math and reading.
12. A replication study in which the researcher is not identified to the sample
population.
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Due to the unexpected findings of this study and at the specific request of the
supervisory committee, this researcher re-examined the raw data gathered from student
surveys and student records in an attempt to validate the statistical measures. This was
done by first making a line-by-line, item-by-item comparison of the original raw data and
the SPSS data runs. In doing so, this researcher found no input errors. The second step
in this process required that this researcher re-enter all raw data and perform the
appropriate statistical tests once again. In doing so, the results were identical to those
originally found in this study. This “ double check” was necessary and beneficial due to
the unexpected significant negative correlations found as a result of this study.
Additionally, this “double-check” provided this researcher with firm support for those
findings.

